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Chapter One 
INTRODUCTION 
Background of the Study 
The present investigation is centered on the " Effect of Social and Family Role 
Stress on Achievement Motivation among Teachers". There are a number of negative 
psychological conditions such as frustration, conflict, alienation, stress, anxiety, 
overcrowding and unemployment etc, that affect the day to day life of human beings. 
These have become regular features of life. 
In the world of work every occupant faces job stress, whether he is a teacher, 
doctor, engineer or an executive. Teaching has been identified as a stressful 
occupation. Teachers face a number of strains like disciplinary problems, students' 
apathy, overcrowding in classrooms, excessive paper work, inadequate salary and 
lack of administrative support. These problems linked with their occupation are 
frequently expressed in physical as well as psychological symptoms. 
In many ways, teachers' stress is no different to that of others. The Health and 
Safety Executive (HSE) defines stress as: "The adverse reaction people have to 
excessive pressures or other types of demand placed on them". Just like anyone else, 
teachers get stressed when they feel they are not coping with their workload or other 
pressures of the job. 
Teachers not only face job or occupational stress, they may also be exposed to 
social family role stress as is evident in a few studies (e.g., Upadhaya and Singh, 
1999, Tang et al. 2001 and Winefield et al., 2001). In a survey assessing the stress 
levels of various jobs by the Health and Safety Executive, the teaching profession 
came out on the top. The report states that the Scale of Occupational Stress was used 
and analysis of the impact of demographic factors and type of job, published in 2000, 
revealed that 41.5% of teachers reported themselves 'highly stressed', while 58.5% 
came in to a low stress category (Siddiqui, 2009). 
The role of teachers is extremely demanding. They work under different 
management systems where the working conditions are not alike. Teachers' personal 
variables, working conditions and effects on students' achievement have been 
significant areas of investigation so far. However, the effects of the existing system on 
teachers' psychological state is, by and large, a neglected area where it is accepted 
that teachers are not working in stable working conditions of social demands and 
homogeneous classroom, which is responsible for teachers' stress and burnout. The 
working conditions account for stress and burnout feeling in the life of teachers 
(Mishra & Panda, 1996). 
Statement of the Problem 
The aim of the present study is to investigate the effect of social and family 
role stress on the achievement motivation of school and college teachers. We have a 
reasonable understanding of the etiology of teachers' stress, but little is known about 
the effects of social and family role stress on the achievement motivation of teachers. 
Teaching is a very rewarding profession. It is a job where you can get a feeling 
of helping people. It has also stressful elements in the form of inspection, 
assessments, reports, classroom management, etc. 
Stress in teachers is a much-talked phenomenon, however, there is little 
consensus between different professional groups regarding its etiology, or how to 
tackle it. Based on a review of international research, it is concluded that teachers' 
stress is a real phenomenon and that high levels are reliably associated with a range of 
causal factors, including those intrinsic to teaching, individual vulnerability and 
systemic influences (Travers and Cooper 1997, Pithers and Soden, 1998). 
Stress: Nature and Origin of the Concept 
During the 17' century 'stress' was synonymous with notions such as 
"hardship, straits, adversity or affliction". This concept was strongly influenced 
throughout the 1S"' and 19"^  centuries towards the physical and came to mean a sense 
of "force, pressure strain or strong effort" (Pollock, 1988). This notion of 'stress' was 
adopted and refined in engineering and physics during the late 19 and early 20 
centuries (Pollock, 1988). In the 1920's, Cannon carried out research into the 
physiological responses to emotional arousal. Walter B. Cannon was the first person 
who described the "flight or fight response" in which he theorized an evolutionary 
survival mechanism, present in every living organism including human beings. The 
result of the "fight or flight" response is a series of physiological changes that help an 
individual to defend against any perceived real threat (Davis et a)., 2002). This 
response serves the individual well during an actual threat, for example, avoiding an 
oncoming car in traffic. 
The concept of stress was first introduced in the life sciences by Hans Selye in 
1936. It is a concept borrowed from the natural sciences. Stress has been 
conceptualized in the following ways: 
(i) As an external force which is perceived as threatening. 
(ii) As response to a situation demanding an individual to adopt to change, 
physically or psychologically. 
(iii) As an interactional outcome of the external demand and internal resources, and 
(iv) As a persona] response to a certain variation in the environment. 
Wolf (1950), describes stress as a state of human organism. The concise 
oxford dictionary defines stress in five different ways. But three of these definitions 
are relevant in the present context. The first definition offered is that of constraining 
or impelling force, (e.g., under the stress examination or poverty).The second 
definition treats stress as an effect or demand on energy (e.g. subjected to great 
stress). The third definition talks about stress as a force exerted on the body. 
In Penguin Medical Encyclopedia (Wingate, 1972) stress has been described 
"as any influence which disturbs the natural equilibrium of the body, and includes 
within its reference, physical injury, exposure, deprivation, all kinds of disease and 
emotional disturbance." However, the concept of stress seems to have had special 
place in the mind of laymen and scienfists. Selye (1956) popularized the term in 
writings on "General Adaptation Syndrome (GAS)." He defines stress as "non-
specific responses of the body to any demand made upon it." He was of the opinion 
that organism makes a universal pattern to response to all type of internal or external 
demands made on the body. 
Lazarus (1960) maintains that stress occurs when there are demands on the 
person, which tax or exceed his adjustment resources. McGrath (1976) adopted 
interactional approach in defining stress. According to him stress involves interaction 
of person and environment. 
The extent to which the situation is stressflil depends on several factors. 
First, perceived by stressors; second, interpreted by an individual in relation to his 
ability; and lastly, perceived by the potential consequences of stressfully coping with 
demand leaving the situation unchanged. 
McGrath (1976) further argues that the situations have potentials for stress 
when they have demands which are perceived to threaten to exceed the person 
capacities and resources for meeting it, under condition where he has expected a 
substantial differential in the rewards and cost from meeting the demands versus not 
meeting it. 
Selye (1976) defined stress as a response or state of tension produced by the 
stressor(s) or by the actual/ perceived demand(s) that remain unmanaged. Hinkle 
(1974) described stress as a stimulus not a response as had been described by Selye. 
Although the definitions of stress are varied, most researchers agree that stress 
can be broadly defined as an individual's response when the physical or psychosocial 
demands of a situation exceed the individual's ability to adapt (Weinberg & 
Richardson, 1981). 
Thus, stress may be used to define an external event (or stimulus), a response, 
or appraisal of situation (Cohen, Kessler & Gordon, 1997). However, disparate uses 
of the one term can lead to confusion about its meaning and measurement, and may 
hinder comparisons of empirical research employing the concept. 
Stress is a complex phenomenon, which is a very subjecfive experience. What 
may be a challenge for one person, will be a stressor for another. It depends largely on 
background experiences, temperament and environmental conditions. 
Regardless of there being substantial literature on stress, there are still many 
issues regarding its conceptualization that remains unclear (Smith, 2003). Researchers 
have not come to a unified definition of the term. Kugelmann (1992) and Newton 
(1995) stated that the concept of stress traces back to ancient Greek texts, which refer 
to stress as a vague notion of ill health. Selye (1956, 1976) was the first theorist to 
become interested In linking stress with physical disease and ill health in human 
beings. Selye divided stress into bad stress and good Stress. Good stress was referred 
to as eustress., and distress was referred as bad stress (Selye, 1976). Selye's work has 
encouraged a large number of other researchers to examine the concept of stress, 
thereby contributing to an increase in stress research in the second half of the 
twentieth century (Goldberger & Breznitz, 1982). 
Different people view stress in different ways. Lazarus and Folkman (1984) 
defined stress as a "relationship between the person and the environment that is 
appraised by the person as taxing or exceeding his or her resources and endangering 
his or her well-being." 
Stress Definitions 
The term stress has a different meaning for researchers in various disciplines. 
Stress has been defined as a stimulus, a response, or the result of an interaction 
between the two, with the interaction described in term of some imbalance between 
the person and the environment (Cox, 1978). 
Response based definitions of stress: This approach defines stress in terms of 
psychological responses that occur in difficult situafions. Hans Selye (1979) defines 
stress as the "non-specific response of the body to any demand made upon it. He 
meant that a pattern of responses could be produced by any number of different 
stressful stimuli or stressors. Selye's primary concern was for the physiological 
mechanism and thus has led to a close association between response based and 
physiological models of stress. 
Second, he believed that this defense reaction progresses with continual or 
repeated exposure to the stressor, through three identifiable stages (i) the alarm 
reaction, (ii) the stage of resistance, and (iii) the stage of exhaustion. Together these 
identifiable stages represent his general adaptation syndrome. 
According to Grinker and Spiegel's (1945) stress is "any circumstance that 
threatens or is perceived to threaten our well-being and thus tax our adaptive 
capacities" (quoted in Culbertson, 1985). 
Caplan et al. (1975) define stress as any characteristic of the job environment, 
which is based upon a threat to the individual. Kagan (1971) defines stress as a 
"pattern of adaptive physiological reactions." 
Schuler (1984) defines stress in terms of perceived dynamic state involving in 
certainly about something important. Zimbardo (1988) defined stress as "the pattern 
of specific and non-specific responses an organism makes to stimulus events that 
disturb its equilibrium and tax or exceed its ability to cope." "Stress is the reaction of 
people leading towards excessive pressures or other types of demand placed on them" 
(United Kingdom Health and Safety Commission, London, 1999). 
Stimulus based definitions of stress: This approach focuses on the stimulus 
conceptualizing sires in environmental terms as an event or a set of circumstances 
that requires an unusual response with in this framework. Researchers have studied 
catastrophic events such as tornadoes, earthquakes, or fires, as well as more chronic 
stressful circumstances such as imprisonment or crowding. They have also studied the 
relationship between the accumulation of stressful life events (such as job loss, 
divorce or the death of a spouse and the risk of subsequent physical illness) and they 
have tried to identify the characteristics of a situation that make it stressful. 
MacGrath (1970) defined stress as the imbalance between the perceived 
demands placed on an individual and his or her perceived capability to deal with the 
demands. Roes (1976) has pointed out that Selye admitted himself that he should have 
called the reaction "strain". So that it would agree with the physics use. 
In this approach stress has been explained by using the engineering model. 
Engineering analogy is represented by Welford (1976) or performance demand model 
of stress. Welford proposed that stress arises whenever there is a departure from 
optimum conditions of demand which the person is unable or not easily able to 
correct. Most organisms including man appear to have evolved that they function best 
under the condition of moderate demand. If a man's performance is less than maximal 
this may be due to both too high or too low a level of demand. This demand, if it is 
beyond the level of human coping acts in the same way as extremely heavy load 
would act on structures i.e. producing "cracks" analogous in the human being a 
disease. 
Stress as interaction: The interactional approach to defining stress focuses on the 
statistical interaction between the stimulus and response. This approach, described as 
"structural" (Stahl Grim, Donald & Neikirk, 1975) and quantitative" (Straus. 1973), 
is one where a relationship, usually correlational, is hypothesized between a stimulus 
and a response. This approach is essential static (cause and effect), with any 
consideration of process being limited to inferential explanations when the interaction 
fails to materialize or is different from that predicted. This is why, according to 
Lazarus and Launier (1978), description has taken a back seat to simple cause - effect 
formulations. A definition like this, which focuses only on the interaction between 
two variables, means that attempts o explain the complexity of such a relationship are 
limited to "structural manipulations," such as the influence of a third (moderator) 
variable, which again do no provide an explication of the stress process. 
Stress as Transaction: This approach views stress as neither a stimulus nor a 
response but as a transaction or relationship between the person and the environment 
that taxes or exceeds the person's resources. The transactional approach argues that 
focusing on stimuli and responses is not sufficient. While some situations are stressful 
for everyone (natural disaster, life threatening illness, getting stuck in traffic), there 
are those which are stressful for sonic people but not for others. Responses to stressful 
situations even physiological responses to painful stimuli can be powerfully 
influenced by psychological factors to understand stress. We need to know how the 
individual appraises a situation in terms of his or her particular (i) motives and needs 
and (ii) resources for coping from a transactional perspective. Stress reflects a 
relationship between a person and the environment that is appraised by a person as 
taking his or her resources and endangering his or her well-being (Lazarus & 
Folkman, 1984). 
According to Lazarus (1966) stress cannot be objectively defined. He suggests 
that the way we perceive or appraise the environment determine whether stress is 
present or not. More specifically stress is experienced when a situation is appraised as 
exceeding the person's adaptive resources. 
Lazarus (1966) suggests "stress occurs when there are demands on the person 
which tax or exceed his adjustive resources." Wolff (1969) described stress as an 
inherent characteristic of life. He also concluded to the individualistic nature of stress, 
giving considerable importance to the idea that different stressors would have 
different meanings for different individuals with his past experiences and his personal 
characteristics. 
Maclean (1979) concluded that stress is neither a stimulus, nor a response nor 
an intervening variable but rather a collective term which deals with any demands that 
tax the system (physiological, psychological or social) and the responses of that 
system to the taxing demands. 
According to French et al. (1974) stress is misfit between a persons skill and 
abilities and the demands of his job. Here misfit refers to persons needs not being 
fulfilled by his job environment. 
Effects of Stress 
Everyone experiences stressor in different conditions. What happens to people 
if they do not adapt or to cope well when they are exposed to stressors? There is no 
simple answer. Stress affects people in many different ways. Some may feel sad, 
anxious, helpless or angry. Their moods may swing wildly. They may develop a 
negative view of the world or a negative self-concept. They may withdraw from their 
family and friends. They may increase drinking and smoking. They may act 
aggressively or passively. They may lose interest in food or sex. They may not be able 
to sleep. They may feel fatigued. They may experience rapid weight loss. They may 
suffer from headaches, back pain, constipation or diarrhea, menstrual irregularity or a 
variety of pains of unexplained origin. Any of these things can and will affect their 
family life. 
Job Stress in Teachers 
Over the years stress at work has become the most prominent and pervading 
feature of modern organizations attracting the attention of many psychologists and 
management scientists. Teaching in schools has been particularly identified as a 
stressful occupation. Strains like disciplinary problems, students' apathy, over 
crowded classrooms, involuntary transfers, excessive paperwork, inadequate salaries 
and lack administrative support are frequently expressed in physical as well as 
psychological symptoms (Cocha, 1981, Farber & Miller, 1981; Landsman, 1978; 
Leithwood, Menzies, Jantzi & Leithwood. 1996; Paine. 1981; Russell, Altmaier & 
Velzen, 1987, 1987). 
Recently, variables such as personality traits, biographical details (age, gender, 
etc.) and teachers' perception of these demands have been considered as important 
determinants of individual differences in teachers' reaction to stressful situations 
(Fontana & Abouserier, 1993: Gray & Freeman, 1987; Kyriacou & Sutcliff, 1978). 
Stress among teachers has become a topic of professional interest but studies 
relating to teachers' stress have not been carried out on a large scale. Investigations 
comparing the stress level between teachers and other professional groups are rather 
scanty. 
In recent years, several studies have dealt with dual-role conflict of working 
women in India (Agrawal 1994; Sinha, 1987). Comparatively, only a few have 
researched on work-related stressors of women professionals (Ghadially & Kumar. 
1989; Tharakan, 1992). 
Social and Family Role Stress 
Role stress has been operationalized by Bhagat and chassie (1981) to reflect 
the often demanding and conflicting time allocations that working women must 
contend with in order to manage their various responsibilities at work and at home 
and to maintain the homeostatic balance in the family. The burden of two full time 
jobs: a carrier and a home make them feel guilty about compromising with their work 
and relationship with their family (Etzion & Pines, 1986). 
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Role stress may occur not only during one's official professionals are often 
extended to continue to perform their role when they are outside the organizational 
setting (Vachon, 1987). 
Amongst the various extra-organizational stressors changes in socio-technical 
system social and family stressors have been recognized as most important because 
they have great impact on personality development (Vadra & AkhtarJ989). 
Ivancevich & Matteson (1987) opines that the family may not be the source; it can be 
the unit within which stressors emerge, interact and exert a significant impact on 
people. A circular relationship exists between family and work. The role of family in 
the workplace occurs frequently. One must cope with the occupational stress factor on 
a regular basis. Stressors in society and family vary greatly in severity and in degree 
of continuity. There are brief crisis, such as conflict between the religious or caste 
groups, strain relationship between employer and employees, illness of family 
members strained relationships with spouse or children promotes the social and 
family role stress among workers. Relocation and change due to the transfer or 
promotion of an employee produce varied symptoms such as emotional disorientation, 
confusion and even physical ailment (Sineter, 1986). Similarly to cope with economic 
and financial stressors many people have been forced to opt another job. This reduces 
time for relaxation and pleasant interaction with the family members. In such cases 
the accumulated stress affects more adversely the employee. Davidson and cooper 
(1981) also emphasized that stress at work can also affect an individual in home and 
social environment and vice-versa. 
Marshall and cooper (1979) outlined four intrusions of work into home life: 
carrying pending work to home, business travel, organizational social commitments. 
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and exclusive job pursuits such as advancement in the job and accepting new 
assignments. 
Family life and professional life are more and more difficult to reconcile. 
Several changes in professional life and in family life are at the origin of more and 
more incompatibilities between these two spheres of life. It becomes more and more 
difficult for many employees to reach a balance between the two (Cantin, 1994; 
Kanter, 1977; Zedeck, 1992), hence there is a prevalence of work-family conflict. 
In each family, members are assigned a specific role and are labelled 
accordingly. For instance, parents are expected to perform leadership role and control 
of the children and children becomes used to pay respect to their parents. One or more 
members in the family may take over for dysfunctional members, in order to maintain 
the homeostatic balance in the family. Life in the workplace can rely on the use of 
these strategies to maintain the balance, but not without cost to the worker's level of 
stress. Using the workplace to deal with unresolved family conflicts can also produce 
stress. Workers who had carried the transference reaction to their colleagues, 
supervisor, administrators, and so on. According to Greenhaus and Beutel (1985), 
work-family conflict can take three forms: 1) a conflict due to the incompatibility of 
time slots allowed to family and professional responsibilities ("Time-based conflict"); 
2) a conflict due to the sum of efforts which the individual must provide in the field of 
job and in the field of family ("Strain-based conflict"); and 3) finally, a conflict due to 
the incompatibility of behaviors which the individual must adopt in both spheres. In 
other words, a behavior which is functional in one sphere can turn out to be 
dysfunctional in the other one (" Behaviour-based conflict"). 
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Social Factors 
Social stress can be categorized into its sources (Stressors), its mediator and its 
manifestation (strain). The occurrence of undesirable life events is assumed to 
produce stress (demand on personal resources) because they usually require life 
change and readjustment. Life events may create strain or intensify old problems. 
Similarly the social stressors such as religion, caste, gender, type of profession, 
marital status, etc. produce severe stress among individuals. The manifestation of 
social stress can be viewed as the strain, whether it is the response of an individual or 
the social system. 
Burke (1991) suggests that social stress can be understood by incorporating 
interruption theory as developed in research on stress into a model of identifying 
processes from identity theory. According to this perspective social stress results from 
interruption of the feedback loop that maintains identify processes are broken identify 
loops, interference between identify systems, over controlled identities. Each of these 
mechanisms is associated with conditions known to produce feedings of distress. 
Ratner (1992) opined that the concept of social stress as adopted from Selye's 
work is insufficient to explain psychological fiinctioning. To be useful, social stress 
must include enduring social practices characteristic of particular social systems that 
violate socially generated as well as biological needs. Some of these stressful events 
are gender role, poverty and societal practices such as extreme competition, 
individualism, and materialism. 
Family Factors 
In recent years, extra organizational stressors have been incorporated in the 
field of stress at work. The family stressors such as marital problems and illness of the 
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family members affect the whole family life and quality of life. All of us who live in 
families have experienced such kind of stress that we share with others in our 
household task and responsibilities. The family stress can take many forms such as 
family violence (e.g. child abuse, spouse abuse and elder abuse, interpersonal 
conflicts, child birth education of children, moving to another place or area, etc.) Hill 
(1949) proposed ABC-X model to study the process of family stress. A family in a 
state of extreme disorganization faces the state of crisis. Stress is a state of disturbed 
equilibrium or an upset in a steady state can go on for long periods of time. A crisis is 
a state of acute disequilibrium so sharp and severe that the family can no longer 
perform its tasks and the individual within it may not be functioning many families 
live with high levels of stress and thrive on it, never reaching. 
In family, the increase in the number of dual-career or single parent families, 
the special cases where particular care is to be given to members of the family 
(handicapped child, old parent), care to the youngest children, babysitting of the 
children outside the hours of school, unpredictable events (illness of the children, 
absence of a babysitter, etc), conjugal dissension are some of the factors, all of which 
complicate situation and augment difficulties of reconciliation of worker's and parent 
responsibilities (Beutell and Greenhaus, 1980; Kopelman et al., 1983; Frone et al., 
1992; Rice etal., 1992). 
Amongst the various extra organizational sources of stress, the social and 
family stressors have been examined more closely because of their great impact on 
personality development. Though the family may not itself be the source, it can be the 
unit within which stressors emerge, interact and exert a significant impact on people 
(Ivancevich & Matteson, 1987). A circular relationship exists between family and 
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work. The Job and family are interacting factors with which a person must cope on a 
regular basis. 
Luthans (1987) says that job stress is not just limited to the things that happen 
inside the organization or during the working hours. Ivancevich and Matteson (1980) 
identity extra organizational stressors such as societal/technological change the 
family, relocation, economic and financial condition etc. Long or short term family 
crisis may act as significant stressor for the employees. Similarly, Davidson and 
Cooper (1981) highlighted the influence of organizational and extra organizational 
factors on the individuals at work. Their multidimensional approach acknowledges 
that stress at work can also affect an individual in home social environment and vice-
versa. Marshall and cooper (1979) have mentioned two problems regarding manager's 
relationship with his family and work-time and pillover of stress from one to other. 
Dwelling on the theme, they have delineated four intrusions of work into home life: 
carrying pending work to home, business travel, organizational and social 
commitments, and exclusive job pursuits such as advancement in the job and 
accepting new assignments. 
The individual forms the interface between family and work. A person carries 
the day-to-day emotional experiences to work site and vice-versa. Any stressful 
situation at family may thus affect the performance at work. Similarly work stress can 
initiate irritating behavior pattern in individual leading to conflicts at home. 
Achievement Motivation 
Motivation is an internal state or condition (sometimes described as a need, 
desire, or want) that serves to activate or energize behavior and give it direction 
(Kleinginna and Kleinginna, 1981a). It is Internal state or condition that activates 
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behavior and gives it direction; desire or want that energizes and directs goal-oriented 
behavior; influence of needs and desires on the intensity and direction of behavior. 
Franken (1994) provides an additional component in his definition: the arousal, 
direction, and persistence of behavior. While still not widespread in terms of 
introductory psychology textbooks, many researchers are now beginning to 
acknowledge that the factors that energize behavior are likely different from the 
factors that provide for its persistence. 
Cognitive views of motivation stress that human behavior is influenced by the 
way people think about themselves and their environment. The direction that behavior 
takes place can be explained by four influences: the inherent need to construct an 
organized and logically consistent knowledge base, one's expectations for 
successfully completing a task, the factors that one believes account for success and 
failure, and one's beliefs about the nature of cognitive ability. 
Most students tend to fall somewhere in the middle of this achievement scale 
between extremely high achievers and those who may not achieve at all (Alschuler, 
1973). Everyone has a need to achieve and a fear of failure, but these needs vary from 
person to person and From situation to situation. Each student acts on the levels of 
motivation differently, but some students are predisposed to having little desire to 
accomplish certain tasks (Atkinson, 1999). 
Monte and Lifrieri (1973), state that students may have the desire to achieve, 
and the ability to accomplish the task, but feel that the accomplishment has little or no 
value and feel that doing it is not worth the effort or time. Others may fear that they 
are not capable of completing the required task, so they do not even begin. They feel 
it is better to receive a lower overall grade than to prove that they do not have the 
ability to correctly complete the task. Atkinson and Feather (1966) describe this 
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rational as achievement motivation. It is typically a non-conscious process in which a 
decision how to act or not to act is made. Spence (1983) and Wlodkowski (1985) state 
that achievement can often bring benefits, and failure can often bring shame. Atkinson 
(1974) and Aschuler (1973) add that it is only a small number of students who fall 
into these categories of little accomplishment. 
In the assessment of human motivation, testing instruments have attempted to 
isolate an individual's level of achievement motivation as (Murray, 1938; 
McClelland et al., 1953). Motivation is typically defined as the force that account for 
the arousal, selection, direction, and continuation of behavior. 
Achievement motivation considers the reason why a student achieves 
(McCollum, 2005), the motivation behind accomplishment (Vallance, 2004), and a 
product of the interaction between student characteristics and instructional practices 
(Okolo & Bahr, 1995). Ugodulunwa (1997) wrote that, "Achievement motivation 
propels a person to desire success and to make a commensurate effort to achieve the 
same." Familiarity with the necessary steps to success, and the willingness to take 
them, is the primary characteristic of achievement motivation. 
High levels of achievement motivation are associated with striving for 
excellence and success without consideration of a particular reward (Coleman, 1993). 
According to Jorgensen (2000), achievement motivation is conceptually similar to 
activity involvement and self-esteem, because one's perception and interpretation of 
competence directly influences participation and continuance. Achievement 
motivation is considered as a learned behavior or response that can- be evident in 
many areas of life. 
According to Canatan (2001), there are two overarching types of achievement 
motivation, the individual type and the group-oriented, or collectivist type. Most of 
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the researches on achievement motivation emphasize achievement in the context of 
individual success and competition; thus, the stronger emphasis has been on personal 
accomplishments, desires, and self-actualization. The less studied collectivist type of 
achievement motivation stresses loyalty to the group and the fulfillment of others' 
expectations. 
According to the socio-cognitive theory of achievement motivation proposed 
by Nicholls (1989), there are two different goal perspectives, or dispositional goal 
orientations, that influence an individual's perceptions of success. They are: the task 
involved goal orientation (also known as the mastery, or learning, orientation) and the 
ego goal orientation (also known as performance orientation) (DeBacker & Nelson, 
2000). 
The task-involved orientation refers that individuals with this perspective 
define competency and success in terms of learning, effort and task mastery. Their 
perception of ability is self-referenced (Jorgensen, 2000). According to Bennett 
(2002), the task-involved orientation is associated with positive, adaptive motivational 
patterns. Adaptive patterns put stress to the working hard, attributing success to effort, 
witnessing personal improvement, and persisting in the face of difficult circumstances 
(Bennett, 2002). 
On the other hand, individuals with ego orientation assess their ability by 
normative information. Success or competence is perceived as the capacity to 
demonstrate superior abilities through outperforming peers, not through effort or 
personal improvement (Nicholls, 1989) and comparison to others is the primary focus 
(Jorgensen, 2000). This perspective is associated with negative and maladaptive 
motivational patterns. Maladaptive patterns stress avoiding challenges, attributing 
failure to ability, and giving up easily. 
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In general, it has been shown that students who engage in task goals have 
greater cognitive engagement and persistence than those who engage in ego-involved 
goals (Ames & Archer, 1988; Dweck & Leggett, 1988; Greene & Miller, 1996, as 
cited in DeBacker & Nelson, 2000). Task performance consists of learning for the 
sake of internal and intrinsic rewards (Meece, Blumenfeld, & Hoyle, 1988). In 
addition, it has been found that successful achievers report more positive self-
perceptions, more interpersonal support, more active problem solving, deeper 
processing, persistence, and effort (Elliot, 1999; Pollard, 1993, as cited in Vallance, 
2004). Ego-involved performance is associated with the desire to compare one's self 
to one's peers, to perform relative to others, and to aim for external reinforcement and 
rewards regardless of whether learning has taken place (Vallance, 2004). 
Studies revealed that males tend to be more ego-oriented, whereas females 
tend to be more task-oriented (Claes, 2003; Duda, 1997; Jorgensen, 2000; Mann, 
2001). Older students are more inclined toward ego-orientation and ego-involved 
climate, and students tend to become more ego-oriented as they advance from grade 
to grade (Barter, 1981; Maeher, 1983, as cited in Bennett, 2002; Nicholls, 1989). 
Nicholls (1989) theorized that the achievement motivation orientation of a 
particular individual is a function of three factors: (a) dispositional differences (such 
as variations in task or ego orientation, or the proneness individuals display towards 
being task- or ego-involved), (b) situational characteristics (or the motivational 
climate reflected in the environment), and (c) developmental differences. Motivation 
has been found to be heavily influenced by students' beliefs about effort, ability, goal 
setting, and task difficulty; levels of motivation in turn impact academic outcomes 
(McCoUum, 2005). Evidence suggests that achievement deficiency is the result of 
motivational problems rather than cognitive disabilities (Okolo & Bahr, 1995). 
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There is clear evidence to imply that achievement motivation is a critical 
determinant of behavior in the classroom; studies on achievement motivation and the 
academic performance of students revealed that there is a positive relationship 
between the two variables (Hancock, 2004; Ugodulunwa, 1997). Learning and 
motivation are no longer two separate constructs, but are inextricably linked (Okolo & 
Bahr, 1995). 
Researchers have offered a number of theories, refinements of previous 
theories, definitions, and constructs related to the motivational beliefs of students 
(McCollum, 2005). Theories of achievement motivation include the goal-orientation 
theory, self determination theory, the expectancy-value theory, the attribution theory, 
and the self worth theory (McCollum, 2005; Vallance, 2004). The goal-orientation 
and expectancy-value are the theories mostly tested in student's motivation studies. 
The expectancy-value theory, proposed by Atkinson and Feather in 1966, 
states that students are motivated through their expectation for success as well as the 
value placed on the task. The first part, expectancy, refers to a student's belief that he 
or she is in control of learning and both positive and negative outcomes (Solomon, 
2003). The second part, value (or task value), refers to students' opinions of 
importance, interest, or usefulness of the task (Pintrich, 2002). According to this 
theory, high task values lead students to be more involved in their learning. 
Expectations increase as a result, and further motivational increases follow. 
The goal orientation theory, based on NichoUs' (1989) research, was specifically 
developed to study achievement behavior in classrooms and student motivation 
(Ames, 1992). This theory attempts to explain why students engage in achievement-
related behavior and what meanings they attribute to that behavior (Vallance, 2004). 
Earlier theories assumed that either environmental or individual factors contributed to 
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motivation. However, goal orientation research suggests that students are motivated 
by environmental and individual, as well as academic and social goals, in the 
classroom. In this theory, motivational and cognitive factors are integrated, and the 
nature of motivation is exposed as being dynamic and multifaceted (Pintrich, 2002). 
Goal orientation theorists believed that, students' achievement-related 
cognitions and behaviors are thought to be influenced by individual differences in 
achievement goals and the function of perceived motivational climate (Bennett, 
2002). Bennett's study found that the students who reported task-oriented goals 
perceived the motivational climate of their classroom as task-involved. At the same 
time, students who reported ego involved goals viewed the climate as ego-oriented. 
In young children, achievement motivation appears to be heavily influenced 
by parents (Coleman, 1993). Those children whose parents reinforce achievement, 
initiative, competitive behavior, and observational learning are likely to have higher 
levels of motivation. However, motivation in young children is of limited value with 
regards to achievement if not accompanied by behavioral regulation (Boyles, 2003). 
Evidence suggests that the self-regulation skills of children, or their "deliberate 
attempts to self regulate the quality and sequence of their behaviors in task settings" 
(Boyles, 2003, p. 152), enhances achievement beyond the general, initial effects of 
intrinsic motivation. 
Okolo and Bahr (1995) discovered that there are specific student behaviors 
that are associated with achievement motivation. These are: paying attention to the 
teacher, maintaining interest in academic activities, volunteering answers in class, 
asking for guidance, persistence in problem solving, going above and beyond what are 
required, and taking risks for improvement. The study of Okolo & Bahr (1995) also 
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revealed that there are particular characteristics that affect achievement motivation. 
These include: 
(a) Students' ability to perform a task, which includes their skills, background 
knowledge, and prior experiences; 
(b) The degree to which students value an activity and perceive it as relevant, 
interesting, and important; and 
(c) Students' beliefs about learning and about themselves as learners. 
Aflter an extensive review of the research, Okolo and Bahr concluded that 
achievement motivation in classrooms is the result of interactions between student 
characteristics and instructional practices. 
Several studies have examined achievement motivation from the perspective 
of identifying factors that contribute to the achievement gap between majority and 
African American students. Flaxman (2003) reported on two studies conducted by 
Ronald Ferguson (2003, as cited by Flaxman, 2003) and John Ogbu (2003, as cited by 
Flaxman, 2003). Ferguson's study was concerned with teacher behavior and found 
that African American students identified teacher encouragement as a motivation for 
their effort rather than teacher demand. Ferguson (2003, cited in Flaxman, 2003) 
concluded that because students value and respond to encouragement, teachers need 
to provide it routinely. In Ogbu's (2003) study of schools in Shaker Heights, Ohio, 
Whites in that community felt that the achievement gap was due to social class 
differences, while African-Americans maintained that it was the result of racism. 
African-American students also strongly believe that their teachers did not "care" for 
them because they were not supportive, nurturing, and encouraging, lending support 
to Ferguson's (2003) conclusion. 
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A study conducted by Farmer, Irvin, Thompson, Hutchins, and Leung (2006) 
examined the relationship between end-of-year grades and the academic, behavioral, 
and social characteristics of rural African American youth found females were more 
likely to have positive characteristics than males. In addition, academic, behavioral, 
and social difficulties were related to low end-of-year grades, and positive 
characteristics were linked to high grades. 
Achievement motivation has been examined in general terms and across 
subject areas, with little attention being paid to specific subject-area domains or 
instructional contexts. Reading, Mathematics, Science, and Sports have been the most 
common subject local points. 
Research Objectives 
The present study is systematically designed in accordance with the 
following main research objectives. 
1. To examine the effect of social family role stress, type of teachers and 
interaction between them on achievement motivation. 
2. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for academic success. 
3. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for vocational achievement. 
4. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for social achievement 
5. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for skill achievement. 
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Research Questions 
The Following Questions have been framed for the present study. 
1. What are the main effects of social family role stress (high, moderate and 
low), type of teachers (college and school) and interaction effect between them 
on need for academic success? 
2. What are the main effects of social family role stress (high, moderate and 
low), type of teachers (college and school) and interaction effect between them 
on need for vocational achievement? 
3. What are the main effects of social family role stress (high, moderate and 
low), type of teachers (college and school) and interaction effect between them 
on need for social achievement? 
4. What are the main effects of social family role stress (high, moderate and 
low), type of teachers (college and school) and interaction effect between them 
on need for skill achievement? 
5. What are the main effects of social family role stress (high, moderate and 
low), type of teachers (college and school) and interaction effect between them 
on achievement motivation? 
Significance of the Present Study 
For many students and teachers, the achievement motivation has become an 
essential part of vocational life. Achievement motivation touches the quality of social, 
family and work life. Achievement motivation has been studied as one of the most 
positive aspect of students' life. 
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Researchers have shown that teachers are exposed to job, occupational or role 
stress (Javed & Husain, 2004; Okebukoia & Jegede, 1989; Maqbool & Khan, 2004; 
Prakash Mathur & Agawal 2004; Plasidou & Agaliotis, 2008; Sharon & Woosley, 
2000). Stress is the most important concept that seems to be linked with individuals' 
social, family and organizational sector. The present investigator has not come across 
a single study where the achievement motivation of teachers has been studied. 
Therefore, the present study aims to investigate the impact of social and family stress 
on achievement motivation of school and college teachers.' 
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Chapter Two 
REVIEW OF LITERATURE 
This chapter provides a comprehensive review of studies on the variables 
studied here among teachers. Review of literature might contribute to our knowledge 
in a more effective way that has been achieved by much of the previous works. The 
priority of review of studies will be on the nature of empirical evidence and the degree 
to which it is related to the variable under investigation. The studies are reviewed here 
in two areas: Role Stress/Occupational Stress and Achievement Motivation among 
Teachers. 
Role Stress/Occupational Stress 
The survey of literature reveals that the Social and Family Role Stress has 
rarely been studied in researches of stress and work. Stress at home is carried into the 
workplace and vice versa. The basic source of stress may not reside in the society and 
in the workplace. However, there is growing evidence that a person's work life should 
be studied in the context of his or her social and family role. 
Abhyankar and Ram (1988) studied beliefs and employment as predictors of 
role stress among 200 married employed and non-employed women. Regression 
analysis showed that employment of married women and irrationality in their beliefs 
were the significant predictors of role stress of the two, irrationality and belief was a 
better predictor. 
Okebukola and Jegede (1989) studied Nigerian secondary school teachers. It 
was found that female teachers were more stressed than their experienced, married 
male counterparts respectively. No significant correlation was found between school 
location, age of teachers and level of reported occupational stress among the teachers. 
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While determinants of occupational stress among Nigerian secondary school teachers 
have been adequately reported, sources of occupational stress among Nigerian 
primary school teachers have not been documented. It is obvious that teachers in 
primary and secondary schools differ in terms of quality of training, routine of work 
and the categories of students that teachers deals with. Also, teachers at both levels 
are responsible to two separate Educational Management Boards. It could therefore be 
expected that the sources of stress would vary and differ with the two categories of 
teachers. 
Vachon (1987) provides significant information that role stress does only have 
its impact within the organization but also outside the organization i.e, in the family 
and other segments of socio-cultural condition. This contention seems to get validated 
by Sen's (1981) study that concludes that women experience more role stress as 
compared to men. 
Akhtar and Vadra (1990) pointed out that there are many sources of stress 
within the organization, which are directly or indirectly related to the outside events. 
Agarwal (1994) investigated the stressors and stress management strategies in 
multiple role women. Working women didn't differ from working men as far as being 
paid worker, but they carry the additional burden of motherhood. Men and women 
differ in their appraisal of stressors and coping strategies. Role overload and role 
conflict in working women's families produce stress. Naturalistic method for 
identifying the stressors and establishment of family counseling centres and training 
programmes for helping women in coping with stress are suggested. 
Sharon and Woosley (2000) examined educational researchers have long been 
concerned with role stress among teachers. In education, research on the consequences 
of such role stress for teachers have largely concerned outcomes valued by individuals 
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such as job satisfaction and reduced stress. Using a sample of elementary and 
secondary teaclicrs, this study empirically examined, first whether three roles stresses -
role ambiguity, role conflict, and role overload - are related to two individually and 
two organizationally valued states and second, whether teachers higher-order need 
strength moderates these role stress-outcomes relationships. The study found that role 
stresses relate to individually and organizationally-valued outcomes among both 
elementary and secondary teachers. 
Javed and Husain (2004) studied the perceived sources of occupational stress 
among male and female teachers. Out of one hundred school teachers 64 male and 36 
female teachers were drawn from Sr. Secondary School located in Delhi. The findings 
revealed that role ambiguity and poor peer relation were observed as the stressors for 
the male teachers than the female teachers. It can be inferred from the findings that 
these can affect various facets of personal as well as organizational functioning. By 
and large, male teachers perceived more stress than the female teachers. The effects of 
stress on performance vary with the degree of stress and the nature of task performed. 
One of the most important reason that occupational stress in male teachers may be due 
to their involvement with job and poor quality of work life. 
Prakash, Mathur and Agarwal (2004) studied on effective moderators of 
stress-strain relationship among university teachers. Results revealed that physical 
environment (PE), role in sufficient (RI) and role boundary (RB) were the significant 
stressors contributing to all the four type of strains. Social support (SS) and self care 
coping strategies were the effective moderators for this sample. 
Maqbool and Khan (2004) studied job strain among female teachers. For this, 
122 female teachers were drawn from the University Schools and Senior Secondary 
School. A.M.U., Aligarh. They perceived that the lack of difference between the 
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teachers of college and Sr. Sec. School implies that they perceived strain of the same 
level. The possible reason could be that in terms of the level of teaching there is not 
much difference and they are expected to teach the same subject and they have the 
same workload. It is apparent that many teachers of colleges as well as secondary 
schools have difficulty in combining the demands of the home and career. The same 
explanation may be true in the absence of significance of difference between Sr. Sec. 
School teachers and school teachers. The reason for scoring low among school 
teachers in comparison to college teachers may be that they perceived that their career 
development as limited and there is lack of autonomy and participation in decision 
making. 
Khan, Khan and Khan (2006) studied on coping strategies among male and 
female teachers with high and low job strain. The results of the present study indicate 
that both male and female teachers used the same strategies to cope with job strain. In 
practice, teachers have adopted a range of coping strategies must tend to be functional 
or active; and some are dysfunctional or passive (i.e., self distraction and use of 
humour). Male and female teachers did not give response on alcohol dimension of 
cope scale. Some teachers suggested that consultative service may help teachers to 
cope with stress. 
Platsidou and Agaliotis (2008) studied Greek special education teachers with 
little evidence regarding the perceived level of burnout, job satisfaction, and job-
related stress factors. The present study focused on the above issues. A sample of 127 
Greek special education teachers at the primary school level was tested with the 
Maslach Burnout Inventory, the Employee Satisfaction Inventory, and the inventory 
of job-related stress factors (an instrument created for this study). These Result 
indicated that Greek special education teachers reported average to low level of 
30 
burnout. They reported moderately highly levels of satisfaction with their jobs, the 
principal, and the school organization as a whole; they also reported average 
satisfaction with prospects of promotion and pay. Four factors were identified as the 
multi-category classroom, programme organization and implementation, assessment 
of students and collaboration with other special education experts and parents. Results 
were found to be consistent with other studies that have focused on Greek regular 
education teachers, which have indicated that, in general, this group does not 
experience high levels of occupational stress. 
Extra Organizational Stressors/Social Family Role Stress 
Marshall and Cooper (1979) have highlighted two problems regarding 
manager's relationship with his family and work-time and spillover of stress from one 
to the other. They have mentioned four instructions of work into home life: carrying 
pending work at home, business travel, organizational social commitments, and 
exclusive job pursuit such as advancement in the job and accepting new assignment. 
Ivancevich and Matteson (1980) identified extra organizational stressors such 
as societal/technological change, the family relocation, economic and financial 
conditions etc. The family stressors have been examined more closely because of its 
great impact on personality development. They found that circular relationship exists 
between family and work. Stressors in the family vary greatly in severity and in degree 
of continuity; there are brief crisis, such as illness of family members, or long term 
strained relations with spouse or children. Relocation and change produce varied 
symptoms such as emotional disorientation, confusion and even physical ailments 
(Sinetar, 1986). In order to cope with economic and financial stressors many people 
have forced to take a second job or the spouse has had to enter the work force in order 
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to make ends meet. The overall effect on the employees is more stress on their primary 
jobs. 
Davidson and Cooper (1981) have proposed a multidimensional approach 
acknowledging that stress at work can also affect an individual in home and social 
environment and vice versa. 
Cooke and Rousseau (1984) Interviewed 200 elementary and high school 
teachers (primarily 21-55 yrs old) for examining relationship between family roles and 
work-role expectations and stress and strain. Results are consistent with role theory's 
prediction that multiple roles can lead to stressors (work overload and inter-role 
conflict) and to symptoms of strain. Family roles were related to strain by interaction 
with work-role expectations so that the relation between those expectations and work 
overload is progressively greater for single teachers as compared to those who were 
married and those who have children. In addition, family roles were directly and 
negatively associated with physical strain when their relation to inter-role conflict was 
controlled and they were indirectly related to strain through their relation to inter-role 
conflict. Family-role expectations seemed to reduce the amount of physical strain 
individuals experienced. 
Bhagat et al. (1985) employed a sample of 282 men and women full time 
white-collar, administrative, health care and clerical personnel. They found the 
relationship between negative personal life stress and organizational outcomes, 
indicating that people don't separate these personal lives from their jobs, i.e., there is 
spillover of the effects of non-work stress on organizational outcomes. 
Luthans (1987) taking an open-system perspective advocates that job stress is 
not just limited to the things that happen inside the organization or during the working 
hour. Amongst the various extra organizational sources of stress the social and family 
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stressors have been examined more closely because of their great impact on 
personality development. Though the family may not itself be the source, it can be the 
unit within which stressors emerge interact and exert a significant impact on people 
(Ivancevich and Matteson, 1987). 
Kossek and Ozeki (1998) examined the relationship among work-family 
conflict, policies, and job and life satisfaction. The meta-analytic results show that 
regardless of the type of measure used (bidirectional w-f conflict, work to family, 
family to work), a consistent negative relationship exists among all forms of work 
family conflict and job-life satisfaction. This relationship was slightly less strong for 
family to work conflict. Although confidence intervals overlap, the relationship 
between job-life satisfaction and work family conflict may be stronger for women than 
men. 
Thakar and Misra (1999) conclude that despite stress women are not only 
dealing affectively with their environment but are also adapting to it. They reported 
that though employed women experienced more hassles and received lesser support 
then their employed counterparts, they enjoyed better well-being. 
Work and family satisfaction and conflict: A Meta analysis of cross-domain 
relationship by Beth, Krista and Langkamer (2007) reviewed the literature examining 
the relations among stressors, involvement, and support in the work and family 
domains, work-family conflict, and satisfaction outside of those domains. Results 
suggest that a considerable amount of variability in family satisfaction is explained by 
work domain-specific variables, whereas a considerable amount of variability in job 
satisfaction is explained by family domain-specific variables, with job and family 
stress having the strongest effects on work-family conflict and cross-domain 
satisfaction. 
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Dierdorff and Ellington (2008) observed that consequences of work-family 
conflict for both individuals and organizations have been well documented and the 
various sources of such conflict have received substantial attention. However, the vast 
majority of research has focused only on time-and strain-based courses, largely 
neglecting behaviour-based sources. Integrating two nationally representative 
databases, the authors examined of 3 behaviour-based antecedents of work-family 
conflict linked specifically to occupational work role requirements (interdependence, 
responsibility for others, and interpersonal conflict). Results from multilevel analysis 
indicate that significant variance in work-family conflict is attributable to the 
occupation in which someone works. Interdependence and responsibility for others 
predict work-family, even after controlling for several time-and strain-based sources. 
Achievement Motivation 
Green (1995) explored the stereotype that teachers are lower in intrinsic 
achievement motivation than those in other occupation and examined whether job 
type, job status, and/or gender influence intrinsic achievement motivation. Results 
showed that no support was found for the proposition that banking personnel are 
higher in motivation than teachers. Gender and job status yielded significant effect 
suggesting 
Pryor and Torrance (1998) studied on formative assessment to relevant 
literature in field of achievement motivation and then subjects both the scrutiny by 
analyzing video transcripts of data of how teachers and students interact in the context 
of routine assessment events. The transcript shows a teacher interacting with 
individual students in year 2 (6-7 years old) while the other children in the classroom 
were on a prescribed task. Results suggest that teachers formative assessment must 
involved a critical combination and coordination of insights derive from a number of 
psychological and sociological standpoints that need to be contextualized in the actual 
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social setting of the classroom. These data show that the motivational orientations of 
students do not simply determine their response to feedback is mediated through 
processes of classroom interaction that are differentially interpreted. 
Ewing (2002) examined the relationship of depressive symptomatology and 
academic achievement motivation in the school to the social responses of teachers. 
The purpose of this study was to discern whether specific types of behaviors exhibited 
by children in the school environment elicit negative social responding on the part of 
the teacher. The current study postulated that self-reported child depressive 
symptomatology and academic achievement motivation were two specific behavioral 
patterns that serve to elicit negative social responding. Participants in the study were 
54 elementary students, their parent, and teachers. It was concluded that higher levels 
of self-reported child depressive symptomatology were significantly associated with 
higher levels of interpersonal rejection at Time 1 and was a significant predictor of 
teachers' ratings of interpersonal attractiveness at Time 1 and 2. Higher levels of 
academic achievement motivation were associated with lower levels of interpersonal 
rejection at Time 1 and were associated with higher level of interpersonal 
attractiveness. The findings of this study suggested that there are specific types of 
behaviors within the school environment that elich negative social responding on the 
part of the teacher. Specifically, the result suggested that self-reported child 
depressive symptomatology and deficits in academic achievement motivation are 
specific types of behaviors that contribute to negative social responding. 
Nir (2002) examined the role of school-based management and its effect on 
teacher commitment. Using a longitudinal research design, this study reveals that 
school-based management (SBM) positively affect teachers' commitment to the 
teaching profession and to students' academic achievements and negatively affect 
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their commitment to the school and to students' social well being. At the same time 
the findings show that teachers' autonomy on the job remained unchanged after SBM 
was introduced in school. The study concludes that more time is needed before the 
impact of SBM on teacher commitment may be fully understood. However, it is 
argued that high demands for teacher effectiveness have to be followed by sufficient 
benefits and professional autonomy if SBM is to promote commitment rather than 
teacher burnout. 
Coates and David (2006) studied primary teachers had in challenging gifted 
pupils in a normal classroom setting. Research findings indicated that children with 
high ability do not always attain highly, and within the context of primary science 
education under-achievement was often linked to lack of appropriate challenge. It was 
concluded that there is a need for staff development in order to meet the needs of 
scientifically gifted pupils. This is likely to help primary teachers to develop the 
potential of all the pupils in their classes. 
Jin. Yeung, Tang and Low (2008) examined the relationship between certain 
common psychosomatic symptoms and source of stress in Hong Kong teachers. A 
total of 261 teachers (134 Males and 127 Females) from 13 High Schools in different 
regions of Hong Kong responded to the teacher stress inventory (TSI) with a return 
rate of 52.2%. It was concluded that Confirmatory factor analysis indentified six 
distinct teacher stress sources: Students, others, Curriculum, non-teaching duties, 
teaching work load, and recognition. These stress sources were positively correlated 
with a global teacher stress measure, supporting their construct validity. Structural 
equation models showed that each stress source was positively related to teachers 
psychosomatic symptoms, to which the path coefficient from teaching workload was 
the highest (p = 47, P<.05). It was found that the heavy workload experienced by the 
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Hong Kong teachers that is directly related to the daily teaching routine tends to be 
the most detrimental to their health conditions. 
Stoeber and Rennert (2008) explored that perfectionism has both positive and 
negative facets. To investigate how these facets are related to stress, coping and 
burnout in teachers, a sample of 118 secondary school teachers completed 
multidimensional measures of perfectionism, stress appraisals, coping styles, and 
burnout. Multiple regression analyses showed that striving for perfection was 
positively related to challenge appraisals and active coping and inversely to threat/loss 
appraisals, avoidant coping, and burnout whereas negative reactions to imperfection 
were positively related to threat/loss appraisals, avoidant coping and burnout and 
inversely to challenge appraisals and active coping. Perceived pressures to be perfect 
showed differential relationships depending on the source of pressure: Whereas 
pressure from students was positively related to loss appraisals and pressure from 
students parents was positively related to burnout, pressure from colleagues was 
inversely related to threat appraisals and burnout, these findings suggested that 
striving for perfection and perceived pressure from colleagues do not contribute to 
stress and burnout in teachers, whereas negative reactions to imperfection and 
perceived pressure from students and students parents may be contributing factors. 
Kumari (2008) have made an attempt to identify personality and occupational 
stress differentials of high school female teachers in Haryana. Maslach Burnout 
Inventory (MBI) was administered on 361 high school female teachers. Subjects were 
categorized into high and low burnout groups on the basis of test scores. The results 
differentiated the two groups. The high burnout group scored significantly high on 
psychoticism, neuroticisms, lie scale, type-A behavior, emotional exhaustion, 
depersonalization but low on extraversion, occupational stress and personal 
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accomplishment. The low burnout group scored low on psychoticism, neuroticisms, 
lie scale type -A behavior and all the three dimensions of burnout viz. Emotional 
exhaustion, depersonalization and reduced personal accomplishment, but high on 
extraversion and occupational stress. 
Chaplain (2008) studied psychological distress among trainee secondary 
teachers in England. They investigated the relationship between stress as 
psychological distress. Specifically they studied to examine the structure of a teacher 
stress scale and its relationship to mental health as measured by the 12 item General 
health Questionnaire. Three factors were identified: behavior management, workload, 
and lack of support. Differences were identified between men and women in respect 
of stressors and psychological distress. Stress attributed to pupils disruptive behavior 
and stress attributed to perceived occupational stress were found to be significant 
predictors of psychological distress. These findings were discussed in relation to the 
degree to which trainees are prepared for the challenges they are likely to experience 
as teachers. 
Al-Fudail and Mellar (2008) studied on investigating teachers stress when 
using technology. In this study, they used a model which refers to as the 'teacher 
technology environment interaction model' to explore the issue of the stress 
experienced by teachers whilst using Information and Communication Technology 
(ICT) in the classroom. The methodology used involved a comparison of 3 datasets 
obtained from: direct observation and video-logging of the teachers in the classroom; 
recordings of their Galvanic Skin Responses (GRS) taking whilst teaching; and 
interviews. Data were obtained from 9 teachers, and in total, approximately 32 hours 
of teaching activities were observed. The main results of this study were: (a) the 
demonstration that teachers do suffer stress associated with the used of technology in 
the classroom (i.e. technostress) (b) the identification causes, symptoms and coping 
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strategies associated witii technostress in the classroom. Tiiis study, tlierefore, point to 
an alternative way of thinking about the problem of implementing e-learning by 
conceptualizing some of these implementation problems in terms of technostress and 
in particular of teacher technology environment fit. 
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Chapter Three 
METHODOLOGY 
The main aim of this chapter is to explain in details the research methodology 
used. The concept of methodology includes four aspects namely, subjects, tools, 
procedure and data analysis. These four aspects of overall research methodology can 
be thought of as forming a case for execution of the present study. Additionally, the 
methodology provides detailed information about how the subjects were selected for 
the study which procedure was used in the study, the description of the participants, 
and the measures used. 
Subjects 
Two hundred teachers served as subjects for the present study. They were 
drawn from the various colleges of Aligarh city and Senior Secondary Schools (Boys) 
of Aligarh Muslim University, Aligarh. Out of 200 teachers, 100 teachers were from 
colleges and 100 teachers were from schools. They were selected through purposive 
random sampling. Both the group of teachers was classified into three groups on the 
basis of scores obtained on Social Family Role Stress (SFRS). In the case of school 
teachers, there were 25, 50 and 25 subjects represented the category of Low Social 
Family Role Stress (LSFRS) (score range, 28-50); Medium Social Family Role Stress 
(MSFRS) (score range, 50-70) and High Social Family Role Stress (HSFRS) (Score 
range, 72-85). College teachers consist of 28, 48 and 24 subjects. They represented 
the categories of LSFRS (score range, 34-60); MSFRS (score rang e, 62-74) and 
HSFRS (score range, 75-101). The age range of college and school teachers was from 
30 to 50 years. 
The distribution of the sample is given below. 
Teachers (N = 200) 
School Teachers 
(N=100) 
t 
LSFRS 
(25) 
t 
MSFRS 
(50) 
t 
HSFRS 
(25) 
College Teachers 
(N=100) 
t 
LSFRS 
(28) 
t 
MSFRS 
(48) 
t 
HSFRS 
(24) 
Tools The following tools were used in the present study. 
Social and Family Role Stress (SFRS) Scale 
The SFRS scale developed by Vadra and Akhtar (1990) was used to measures 
stress emanating from social and family situations. The SFRS consisted of 25 items 
with a 5 point rating scale, each item was rated 1 (strongly disagree) to 5 (strongly 
agree). There were nine factors included in the scale: 1- Role Related Tension, 2-
Untrustworthy Colleagues, 3- Bleak Future, 4- Lack of Family Support, and 5-
Adverse Affect on Health, 6- Family Responsibilities, 7- Underpaid, 8- Foregoing 
Career Development Opportunities and 9- Unsuitable Job. The split-half reliability of 
the scale was found to be 0.81. The validation techniques used were internal 
coefficient and construct validity. 
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Achievement Motivation Scale (AMS) 
Achievement Motivation Scale was constructed and standardized by Shah 
(1986). The AMS based on forced-choice contains 40 items distributed over four 
dimension: (a) Need for Academic Success (Item Nos.2,3,11 ,14,18, 21,26, 31,37,40); 
(b) Need for Vocational Achievement (Item Nos. 1,5,9,13,16,17, 19,20,33,36); (c) 
Need for Social Achievement (Item Nos.4,7,12,15, 22,23,27,34,38,39) and (d) Need for 
Skill Achievement (Item Nos. 6,8,10,24,25,28,29,30,32,35). Each statement is 
followed by three alternative responses. The alternatives are arranged in order to one's 
inclination towards achievements in the areas of academic, vocation, social context and 
skills. Weightage 1, 2 and 3 were awarded for alternatives (a), (b) & (c) respectively 
on each statement. Item numbers (2,3,5,11,14, 18,25,26,31,40) were paraphrased by 
the investigator keeping in view the nature of the sample.(cf. Appendix B).Cronbach 
alpha for the modified version of the scale was found to be 0.6 
Procedure 
Initially, 2 schools and 4 colleges situated in Aligarh district were visited by 
the investigator for seeking permission for data collection. Principals of 2 schools, and 
3 colleges granted permission to the investigator for the purpose of data collection. 
Informed consent for participation was taken from the teachers and they were made 
assured of the anonymity of their identities and confidentiality of their responses. 
Prior to the administration of the test the investigator has explained the purpose of the 
study to the participants. A rapport was established during the process. The teachers 
were assured that their responses would be kept confidential and will be utilized only 
for the purpose of research. Each respondent was given a set of two questionnaires 
described above along with the personal data sheet. The investigator gave sufficient 
time to each respondent to complete the scales. 
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Data Analysis 
Data were analyzed by using statistical package for social sciences (SPSS) 
version 16.0. Descriptive statistics include Mean and SD values obtained on 
Achievement Motivation. 3x2 way Analysis of variance (ANOVA) was computed to 
examine the effect of various levels of social family role stress and types of teachers 
on achievement motivation and its dimensions. 
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Chapter Four 
RESULTS AND DISCUSSION 
The present chapter is devoted to the description of results and discussion 
based on the outcome of data analysis. 
TABLE 4.1: Showing Mean and SD values of School Teachers obtained on 
Achievement Motivation and its Dimensions. 
Achievement Motivation 
Total Achievement Motivation 
Need for Academic Success 
Need for Vocational Achievement 
Need for Social Achievement 
Need for Skill Achievement 
Mean 
93.60 
23.82 
23.93 
23.31 
22.54 
SD 
7.10 
2.63 
2.67 
2.54 
2.46 
TABLE 4.2: Showing Mean and SD values of College Teachers obtained on 
Achievement Motivation and its Dimensions. 
Achievement Motivation 
Total Achievement Motivation 
Need for Academic Success 
Need for Vocational Achievement 
Need for Social Achievement 
Need for Skill Achievement 
Mean 
97.91 
24.40 
24.53 
24.54 
24.44 
SD 
5.94 
2.10 
2.50 
2.12 
2.81 
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TABLE 4,3: Showing main effects of Social and Family Role Stress, Type of 
Teachers and the interaction between on Need for Academic Success: 3x2 
ANOVA. 
Source 
Soc.Fam.Rol.Strs(SFRS) 
Type of Teachers 
SFRS*TT 
Error 
Total 
Corrected Total 
Sum of Squares 
10.495 
17.057 
5.240 
1135.416 
117189.000 
1171.555 
df 
2 
1 
2 
194 
200 
199 
Mean Square 
5.247 
17.057 
2.620 
5.853 
F 
.897 
2.914 
.448 
3x2 ANOVA was calculated to examine the influence of various levels of 
Social and Family Role Stress and Type of Teachers on need for academic success. 
There was no main effect of Social and Family Role Stress on need for academic 
success (F=.897, p = > 0.05). Type of teachers did not have any effect on need for 
academic success (F= .2.914, p - > 0.05).The interaction effect between SFRS and 
type of teachers was not found on need for academic success (F= .448, p = > 0.05). 
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TABLE 4.4: Showing main effects of Social Family Role Stress, Type of Teachers 
and the interaction between them on Need for Vocational Achievement: 3x2 
ANOVA 
Source 
Soc.Fam.Rol.Strs(SFRS) 
Type of teachers 
SFRS*TT 
Error 
Total 
Corrected Total 
Sum of Squares 
31.171 
6.274 
5.698 
1350.902 
118340.000 
1405.520 
df 
2 
1 
2 
194 
200 
199 
Mean Square 
15.585 
6.274 
2.849 
6.963 
F 
2.238 
.901 
.409 
3x2 ANOVA was calculated to examine the influence of various levels of 
Social and Family Role Stress and Type of Teachers on Need for Vocational 
Achievement. There was no main effect of Social and Family Role Stress on need for 
vocational achievement (F=.901, p = > 0.05). The type of teachers did not have any 
effect on need for vocational achievement (F= .091, p - > 0.05). The interaction 
effect between SFRS and type of teachers was not found on need for vocational 
achievement (F= .409, p = > 0.05). 
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TABLE 4.5: Showing main effects of Social Family Role Stress, Type of Teachers 
and the interaction between them on Need for Social Achievement: 3x2 ANOVA. 
Source 
Soc.Fam.Rol.Strs(SFRS) 
Type of Teachers 
SFRS*TT 
Error 
Total 
Corrected Total 
Sum of Squares 
12.989 
114.369 
54.450 
2184.899 
117907.000 
2370.755 
df 
2 
1 
2 
194 
200 
199 
Mean Square 
6.495 
114.369 
27.225 
11.262 
F 
.577 
10.155* 
2.417 
*p<.01 
3 x 2 ANOVA was calculated to examine the influence of various levels of 
Social and Family Role Stress and Type of Teachers on need for social achievement. 
There was no main effect of social and family role stress on need for social 
achievement (F=.577, p == > 0.05). Significant effect of type of teachers was found on 
need for social achievement (F= 10.155, p= < 0.01). The interaction effect between 
SFRS and type of teachers was not found significant on need for social achievement 
(F=2.417,p = >0.05). 
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TABLE 4.6: Showing main effects of Social and Family Role Stress, Type of 
Teachers and the interaction between them on Need for Skill Achievement: 3x2 
ANOVA. 
Source 
Soc.Fam.Rol.Strs(SFRS) 
Type of Teachers 
SFRS*TT 
Error 
Total 
Corrected Total 
Sum of Squares 
3.938 
114.568 
15.338 
1422.769 
111414.000 
1621.020 
df 
2 
1 
2 
194 
200 
199 
Mean Square 
1.969 
114.568 
7.669 
7.334 
F 
.268 
15.622* 
1.046 
*p<.01 
3x2 ANOVA was calculated to examine the influence of various levels of 
Social and Family Role Stress and Type of Teachers on Need for Skill Achievement. 
There was no main effect of social and family role stress on need for skill 
achievement (F=.268, p= > 0.05). Type of teachers have significant influence on need 
for skill achievement (F= 15.622, p= < 0.01).No significant interaction effect was 
found between SFRS and type of teachers on need for skill achievement (F= 1.046, p= 
> 0.05). 
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TABLE 4.7: Showing main effects of Social Family Role Stress, Type of Teachers 
and the interaction bebveen them on composite dimensions of Achievement 
Motivation: 3x2 ANOVA. 
Source 
Soc.Fam.Roi.Strs(SFRS) 
Type of Teachers 
SFRS*TT 
Error 
Total 
Corrected Total 
Sum of Squares 
47.422 
785.845 
98.167 
10658.693 
1844748.000 
11901.420 
df 
2 
1 
2 
194 
200 
199 
Mean Square 
23.711 
785.845 
49.084 
54.942 
F 
.432 
14.303* 
.893 
*p<.01 
3x2 ANOVA was calculated to examine the influence of Social and Family 
Role Stress and Type of Teachers on Achievement Motivation. There was no main 
effect of social and family role stress on achievement motivation (F=.432, p= > 0.05). 
Significant effect of type of teachers was found on achievement motivation 
(F= 14.303, p= < 0.01). The interaction effect between social family role stress and 
type of teachers was not found to be significant (F= .893, p= > .05). 
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DISCUSSION 
The main effects of social and family role stress and type of teachers were not 
found to be significant on need for academic success. School as well as college 
teachers have no desire in relation to their professional carrier and academic success. 
Stress emanating from social and family domains did not have any impact on their 
need for academic success. 
The significant effect of social and family role stress on need for vocational 
achievement was not found. The present finding suggests that school and college 
teachers are already in a job and they are receiving good salary, it may be assume that 
the social and family role stress may not affect on their vocational achievement. The 
mean score of college teachers as compared to the mean score of school teachers was 
found high on this dimension (cf. table 4.1 and 4.2). The reason for scoring low by the 
school teachers in comparison to college teachers on the need for vocational 
achievement, may be that they fulfill the essential qualification needed in relation to 
their jobs and their career development is limited. 
Significant effect of type of teachers was found on the need for social 
achievement. This finding suggests that college teachers as compared to school may 
be hailing from healthy social and family environment and have more social 
interaction that is why their need for social achievement is not substantially affected 
by social and family stress. 
The main effect of type of teachers was found significant on the need for skill 
achievement dimension of achievement mofivation. College teachers scored higher 
than their counterparts on the need for skill achievement. Type of teachers played a 
significant role in the context of achievement motivation. Since the school teachers 
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are employed for a long time in the teaching profession, that is why their need for skill 
achievement may be affected by negative circumstances like getting promotion, role 
overload, role conflict, etc. Furthermore, it may be expected that school teachers may 
not be having high need for skill achievement because they don't get any chance of 
promotion as compared to the college teachers. Need for skill achievement and overall 
achievement motivation of college teachers may be high because they get at least one 
upward mobility in terms of promotion. 
Significant effect of social and family role stress was not found on 
achievement motivation. It means, social and family role stress is negatively 
associated with achievement motivation. School as well as college teachers keep 
separate their social and family stress from achievement motivation. It may be pointed 
out here that since these teachers are academically and professionally successful, that 
is why they can distinguish between their personal and professional life and do not 
allow any outside events or happenings taking place in any of these domains. 
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Chapter Five 
SUMMARY AND CONCLUSION 
A number of negative psychological conditions such as, frustration, conflict, 
alienation, stress, anxiety, overcrowding, unemployment etc., affect the day to day life 
of human beings. These have become regular features of life. In the modern era, every 
occupant faces job stress, whether he is a doctor, an engineer or a teacher. 
Undoubtedly stress has detrimental effects on the behavior of the people. Teaching 
has been identified as a stressful occupation. Teachers face a series of strains, like 
disciplinary problems, students' apathy, overcrowding in classrooms, excessive 
paperwork, inadequate salary and lack of administrative support. In many ways, 
teachers' stress is not different than that of others. 
Undoubtedly stress is a complex phenomenon. It is a very subjective 
experience. What may be a challenge for one person, will be a stressor for another. It 
depends largely on the background experiences, temperaments and environmental 
conditions. 
Stress may be used to define an external event (or stimulus), a response, or 
cippraisal of situation (Cohen, Kessler & Gordon, 1997). However, disparate uses of 
the one term can lead to conftision about its meaning and measurement, and may 
hinder comparisons of empirical research employing the concept. 
Although the definitions of stress are varied, most researchers agree that stress 
can be broadly defined as an individual's response when the physical or psychosocial 
demands of a situation exceed the individual's ability to adapt (Weinberg & 
Richardson, 1981). 
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The term stress has a different meaning for researchers in various discipHnes. 
Stress has been defined as a stimulus, a response, or the result of an interaction 
between the two, with the interaction described in terms of some imbalance between 
the person and the environment (Cox, 1978). 
Social and Family Role Stress 
Role stress has been operationalized by Bhagat and Chassie (1981) to reflect 
the often demanding and conflicting time allocations that working women must 
contend with in order to manage their various responsibilities at work and at home 
and to maintain the homeostatic balance in the family. The burden of two full time 
jobs: a career and a home makes them feel guilty about compromising with their work 
and relationship with their family (Etzion & Pines, 1986). 
Marshall and Cooper (1979) outlined four intrusions of work into home life: 
carrying pending work to home, business travel, organizational social commitments, 
and exclusive job pursuits such as advancement in the job and accepting new 
assignments. 
Social stress can be categorized into its sources (stressors), its mediator and its 
manifestation (strain). The occurrence of undesirable life events is assumed to 
produce stress (demand on personal resources), because they usually require life 
change and readjustment. Life events may create strain or intensify old problems. 
Similariy, the social stressors such as religion, caste, sex, type of profession, marital 
status, etc. produce severe stress among individuals. The manifestation of social stress 
can be viewed as the strain, whether it is the response of an individual or the social 
system. 
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In recent years extra organizational stressor have been incorporated in the field 
of stress at work. The family stressors such as marital problems and illness of the 
family members affect the whole family life and quality of life too. All of us who live 
in families have experienced the kind of stress that we share with others in our 
household task and responsibilities. The family stress can take many forms such as 
family violence (e.g. child abuse, spouse abuse and elder abuse, interpersonal 
conflicts, child birth, education of children, moving to another place or area, etc.) Hill 
(1949) proposed ABC-X model to study the process of family stress. A family in a 
state of extreme disorganization faces the state of crisis. Stress is a state of disturbed 
equilibrium or an upset in a steady state can go on for long periods of time. A crisis is 
a state of acute disequilibrium so sharp and severe that the family can no longer 
perform its tasks and the individual with in it may not be functioning many families 
live with high levels of stress and thrive on it, never reaching. 
Luthans (1987) advocates that job stress is not just limited to the things that 
happen inside the organization or during the working hours. Ivancevich and Matteson 
(1980) identity extra organizational stressor such as societal/technological change the 
family, relocation, economic and financial condifion etc. Long or short term family 
crisis may act as significant stressor for the employees. Similarly, Davidson and 
Cooper (1981) highlighted the influence of organizational and extra organizational 
factor on the individuals at work. Their multidimensional approach acknowledges that 
stress at work can also affect an individual in home social environment and vice-
versa. Marshall and cooper (1979) have mentioned two problems regarding managers' 
relationship with his family and work-time and pillover of stress from one to other. 
Dwelling on the theme, they have delineated four intrusions of work into homelife: 
carrying pending work to home business travel organizational social commitments, 
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and exclusive job pursuits such as advancement in the joKjjSHTSTaccI^^g^^w 
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Achievement Motivation 
Motivation is an internal state or condition (sometimes 
desire, or want) that serves to activate or energize behavior and give it direction 
(Klcinginna and Kleinginna, 1981).It is a Internal state or condition that activates 
behavior and gives it direction; desire or want that energizes and directs, goal-oriented 
behavior; influence of needs and desires on the intensity and direction of behavior. 
Franken (1994) provides an additional component in his definition: the arousal, 
direction, and persistence of behavior. While still not widespread in terms of 
introductory psychology textbooks, many researchers are now beginning to 
acknowledge that the factors that energize behavior are likely different from the 
factors that provide for its persistence. 
Cognitive views of motivation stress that human behavior is influenced by the 
way people think about themselves and their environment. The direction that behavior 
takes can be explained by four influences: the inherent need to construct an organized 
and logically consistent knowledge base, ones' expectations for successfully 
completing a task, the factors that one believes account for success and failure, and 
ones' beliefs about the nature of cognitive ability. 
According to the soclo-cognitive theory of achievement motivation proposed 
by Nicholls (1989) study, there are two different goal perspectives, or dispositional 
goal orientations, that influence individual perceptions of success. They are the task 
involved goal orientation (also known as the mastery, or learning, orientation) and the 
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ego goal orientation (also known as performance orientation) (DeBacker and Nelson, 
2000). 
The task-involved orientation refers that individuals with this perspective 
define competency and success in terms of learning, effort and task mastery. Their 
perception of ability is self-referenced (Jorgensen, 2000). According to Bennett 
(2002), the task-involved orientation is associated with positive, adaptive motivational 
patterns. Adaptive patterns stress working hard, attributing success to effort, 
witnessing personal improvement, and persisting in the face of difficult circumstances 
(Bennett, 2002). 
Research Objectives 
The main objectives of the present study are: 
1. To examine the effect of social family role stress, type of teachers and 
interaction between them on achievement motivation. 
2. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for academic success. 
3. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for vocational achievement. 
4. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for social achievement 
5. To examine the effect of social family role stress, type of teachers and 
interaction between them on need for skill achievement. 
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Research Questions 
The Following Questions have been set for the present study. 
1. What are the main effects of social family role stress (High, Moderate and 
Low), type of teachers (college and school) and interaction effect between 
them on need for academic success? 
2. What are the main effects of social family role stress (High, Moderate and 
Low), type of teachers (college and school) and interaction effect between 
them on need for vocational achievement? 
3. What are the main effects of social family role stress (High, Moderate and 
Low), type of teachers (college and school) and interaction effect between 
them on need for social achievement? 
4. What are the main effects of social family role stress (High, Moderate and 
Low), type of teachers (college and school) and interaction effect between 
them on need for skill achievement? 
5. What are the main effects of social family role stress (High, Moderate and 
Low), type of teachers (college and school) and interaction effect between 
them on achievement motivation? 
Two hundred teachers served as subjects for the present study. They were 
drawn from the various colleges of Aligarh city and Senior Secondary Schools (Boys) 
of Aligarh Muslim University, Aligarh. Out of 200 teachers, 100 teachers were from 
colleges and 100 teachers were from schools. They were selected through purposive 
random sampling. Both the group of teachers was classified into three groups on the 
basis of scores obtained on Social Family Role Stress (SFRS). In the case of school 
teachers, there were 25, 50 and 25 subjects represented the category of LSFRS (score 
range, 28-50); MSFRS (score range, 50-70) and HSFRS (Score range, 72-85). College 
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teachers consist of 28, 48 and 24 subjects. They represented the categories of LSFRS 
(score range, 34-60); MSFRS (score range, 62-74) and HSFRS (score range, 75-101). 
The age range of college and school teachers was from 30 to 50 years. 
Two Scales were used in the present study. Social and Family Role Stress 
Scale (SFRS) developed by Vadra and Akhtar (1990) was used to measure stress 
emanating from social and family situations. The SFRS consisted 25 items with a 5 
point rating scale, each item was rated 1 (strongly disagree) to 5 (strongly agree). The 
split-half reliability of the scale was found to be 0.81. The validation techniques used 
were internal coefficient and construct validity. 
Achievement Motivation Scale (AMS) was constructed and standardized by 
Shah (1986). The AMS is based on forced-choice contains 40 items distributed over 
four dimensions: (a) Need for Academic Success (b) Need for Vocational Achievement 
(c) Need for Social Achievement and (d) Need for Skill Achievement. Each statement 
is followed by three alternative responses. The alternatives are arranged in order to 
one's inclination towards achievements in the areas of academic, vocation, social 
context and skills. Weightage 1, 2 and 3 were awarded for alternatives (a), (b) & (c) 
respectively on each statement. Item numbers (2,3,5,11,14, 18,25,26,31,40) were 
paraphrased by the investigator keeping in view the nature of the sample.(cf. 
Appendix B). 
Prior to the administration of the test, the investigator explained the purpose of 
the study to the participants. The School and College teachers were assured that their 
responses would be kept confidential and will be utilized only for the purpose of 
research. Two scales along with personal data sheet were administered on two 
hundred (200) School and College teachers. Each teacher was given a set of two 
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questionnaires described above. The data were collected individually according to 
their convenience. 
Data were analyzed by using statistical package for social sciences (SPSS) 
version 16.0. Descriptive statistics include Mean and SD values. obtained on 
Achievement Motivation. 3x2 way Analysis of variance (ANOVA) was computed to 
examine the influence of various levels of social family role stress and type of 
teachers on achievement motivation and its dimensions. 
The main findings of the present study were: 
1. Significant effect of type of teachers was found on the need for social 
achievement, need for skill achievement and composite achievement 
motivation. 
2. The significant main effect of social family role stress was not found on the 
teachers' need for vocational achievement and need for academic success. 
3. The interaction effects between social family role stress and type of 
teachers' were not found significant on the dimensions of achievement 
motivation and composite achievement motivation. 
4. Significant effect of social and family role stress was not found on 
achievement motivation and its dimensions. 
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CONCLUSION 
The main findings of the present study led to the following conclusions: 
1. Significant effect of type of teachers was found on the need for social 
achievement, need for skill achievement and composite achievement 
motivation. 
2. The significant main effect of social family role stress was not found on the 
teachers' need for vocational achievement and need for academic success. 
3. The interaction effects between social family role stress and type of teachers 
were not found significant on the dimensions of achievement motivation and 
composite achievement motivation 
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(APPENDIX-A) 
SOCIAL FAMILY ROLE STRESS (SFRS) 
Instruction 
Please read carefully each statement and rate them from 1 to 5 as suggested below: 
If you find yourself in total agreement with the statement put 5 in the bracket. If you 
agree put 4 in the bracket. If undecided put 3 in the bracket. If you disagree put 2 in 
the bracket and. If you find yourself in total disagreement then put 1 in the bracket. 
1. The members of my family think that I should have opted for some other job. 
2. My spouses/family reminds me that job does not carry much social 
prestige. ( 
3. It is distressing to know that people consider my job to be inadequate for 
expression of my talents. 
4. My family members often remind me that this job is not fit for me. 
5. The members of m\ family often complain that I am underpaid. 
6. My family members complain that the job activities do not allowed sufficient 
time for recreation. 
7. My family members try to impress upon me that I cannot achieve the 
objectives of my life through the present job. 
8. Often I undergo mental tension at home due to my job. 
9. The members of my family get irritated when I do pending work at home. 
10. Hard working people frequently appreciate the role that I play. 
11. I often realize that my job-related responsibilities lead to the negligence of the 
studies of my children. 
12. I am often accused that I do not share the home responsibilities as 
I should do. 
13. I feel distressed to hear that I could have earned more if I would have 
selected some other job. 
14. The family members complain that my health is deteriorating due to work 
over toad. 
15. I feel embarrassed by the comments of my family that I do not have the 
courage to get aliead. 
16. I do not talk about my professional colleagues at home because my family 
members consider them to be untrustworthy. ( ) 
17. 1 cannot invite my family colleagues at home because my family does not like 
them 0 
18. He tension associated with my work role may be reduced if the members of my 
family happen to know my organizational duties and functions. ( ) 
19. Differences between me and my family members pertaining to my work often 
lead to a difficult situation. ( ) 
20. I do not entertain the recommendations of my near and dear ones for certain 
favours pertaining to my job and for that I have to suffer mental agony. () 
21. The challenging nature of my job is not appreciated by my family members. () 
22. My family members have an aversion towards my acceptance of more work 
related responsibilities. ( ) 
23. My family contributes immensely to my progress. () 
24. My desire to complete the pending work at home often creates a conflicting 
situation. ( ) 
25. In order to give due importance to my family I have to forego career development 
opportunities. () 
(APPENDIX-B) 
ACHIEVEMENT MOTIVATION SCALE (AMS) 
Instruction 
Kindly read each of the following statements and it's three alternative responses. 
Then you have to select one most suitable response out of them and tick (^) against the 
selected response. 
1. I believe that after ten years, I will 
a) Earn a lot of money 
b) Achieve my desired vocation 
c) Be known as a renowned person in my area of work. 
2. I would like to teach those courses in which 
a) Less labour is needed 
b) Higher probability of success is definite 
c) Generally difficulty is felt 
3. I think to get better promotion in post depends upon 
a) colleague's good will 
b) Encouragement of parents & relatives 
c) Hard labour 
4. I feel happy when I 
a) Remains busy with my friends 
b) Get an opportunity of leadership 
c) Get an opportunity to help any person 
5. In future, I would like to adopt an occupation which 
a) Requires least responsibility 
b) Provide the opportunity to help others 
c) Contains more opportunities of promotion 
6. When I start any work I 
a) Leave it when I feel bore 
b) Leave it when it seems to be difficult 
c) Never leave it incomplete 
7. At my leisure I like to 
I l l 
a) Gossip with my friends 
b) Play witli my classmates 
c) Extend my co-operation in social welfare activities 
8. I like to 
a) Do light works 
b) Repair the broken articles/ things 
c) Collect information's about the new inventions 
9. If I were an engineer I would like to 
a) Earn money 
b) Construct beautifully designed buildings 
c) Be involved in the researches related to new technologies 
10. Before starting any work I 
a) Prepare its plan 
b) Discuss it with the experienced persons 
c) Perceive the probable problems and find out their solutions 
11. 1 study at home lest 
a) My spouse will rebuke me 
b) I will be blamed for being unsuccessful in the profession 
c) I will fail in the promotion 
12. I wish that in future I 
a) Should be known as a politician 
b) Should be able to help others 
c) Should become a successful and renowned social worker 
13. I like to become rich by 
a) Doing any type of work 
b) Winning lottery 
c) Earning money through hard work 
14. At leisure I like to read 
a) The novels and film magazines 
b) Subject books 
c) Knowledgeable books 
15. I wish to be recognized in the society by 
a) Leading religious functions 
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b) Serving the patients 
c) By doing something extra-ordinary 
16. I will feel very happy if. 
a) I get an opportunity to guide and supervise the work of others 
b) People honour my ability and seek my help 
c) People accept my guidance with ftill faith and confidence 
17. I pay respect to those who 
a) Leave their work incomplete on doubting it's success 
b) Change their goal on getting other work 
c) Continue their efforts till the goal is achieved 
18. When the light suddenly goes at preparation of lecture time, I 
a) Feel happy of being free from preparation 
b) Feel irritation 
c) Complete my work in light of candle/ gas lamp 
19. If I were a doctor I would like to 
a) Earn money 
b) Provide free medicines to the patients 
c) Be a successful surgeon 
20. 1 like do some such work by which 1 may be counted among the 
a) Rich people 
b) Respectable persons of the society 
c) Famous people of the country 
21. 1 like to utilize my knowledge in the tasks through which 1 may get. 
a) Money 
b) Fame 
c) Self-satisfaction 
22. According to my opinion the most important achievement of life is., 
a) Happy family life 
b) Participation in the social welfare activities 
c) To work for the fulfillment of the needs of the country 
23. 1 usually think to 
a) Make as many friends as I could 
b) Help the poor and needy persons 
c) Remove the social evils and mischiefs 
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24. When I take-up my work I try to 
a) Complete it within due course of time 
b) Do it neatly and cleanly 
c) Do it better than others 
25. I like to make my friends as those colleagues who 
a) Believe that success depends upon fate and God 
b) Start their work without any hesitation 
c) Keep the caliber to lead their work successfully 
26. When I fail to follow any topic/chapter then 
a) I leave that topic/chapter 
b) 1 take help from others to understand that topic/chapter 
c) Try again and again to follow that lesson 
27. I feel happy to 
a) See others in trouble 
b) See other happy 
c) Assist others 
28. I start any work with the aim to complete it 
a) As soon as possible 
b) In an organized manner and get the praise of other 
c) With full competence 
29. In writing articles, I give importance to 
a) The length of the article 
b) Hand-writing 
c) Language and thoughts 
30. I like to be involved in such work 
a) Which will give me an opportunity to learn some extra competence 
b) Through which I may get an opportunity to know my weakness and improve them 
c) In which chances of success are rare 
31. I feel proud of those friends who 
a) Achieve Promotion in Job 
b) Provide help to weaker colleagues 
c) Get higher success in colleagues job 
32. I feel the most important work in life is to 
a) Earn money 
b) Motivate others for better work 
c) Achieve the excellent competence in work 
33. I like those people who 
a) Are honest towards their job 
b) Are conscious towards their job 
c) Do their job with full devotion and honesty 
34. I often desire to 
a) Be recognized as a leader 
b) Achieve the ability to do something meaningful 
c) Serve the patients 
35. When I do any work I like to start it 
a) Without any pre-thinking 
b) Systematically c) With full efficiency 
36. I feel the progress of an occupation depends on 
a) Sources of income 
b) Contact with the influential persons 
c) Hard labour 
37. I respect those persons who 
a) Work because they feel it is their duty 
b) Work to keep them busy 
c) Indulge themselves in the work v i^th full devotion and competence 
38. On visualizing an injured person in an accident I feel 
a) People should help him 
b) It is enough to inform the police 
c) It is my duty to hospitalize him as soon as possible 
39. I like to work for 
a) Myself 
b) Others 
c) Nation 
40. I feel sad when 
a) I am punished by the Principal 
b) My work is compared with others 
c) I failed to achieve my goal 
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